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Abstract 
The purpose of the study is to assess the prospects and implementing continuous assessment (CA) in in higher 
education. Data were collected through a structured questionnaire from instructors and students of Adigrat 
University as well as Mekelle and Aksum Universities for comparison purpose. Both quantitative and qualitative 
data were carried out. Result of this study indicated that, instructors were not continuously collecting information 
about student progress, small number of assessment is used in courses and few instructors give feedback at all. 
Significant number of instructors and students had poor knowledge and negative attitude towards CA. Based on 
the results, it can be concluded and recommend that instructors need to use the results from CA as a means of 
identifying students’ progress and thereby providing support. Accordingly, departments need to have strong 
documentation and reporting systems, the maximum and minimum numbers of students in a class need to be put 
at a standard level. In addition, concerned officials of the university need to closely examine the challenges. On 
the other hand, offering pre remedial classes on specific courses, putting tests on the exam banks, establishing 
and following student networking programs and peer learning groups, tutorial classes, providing consultation 
hours, ensuring classroom size, continuous assessment, encouraging students participation in the classroom and 
providing incentives for instructors had positive effect on academic performance.  
Keywords: problems, prospects and implementing of continuous assessment.  
 
Introduction 
According to the Ethiopian Education and Training Policy proclamation of (MOE, 1994), states that, continuous 
assessment in academic and practical subjects should be conducted to ascertain the information of all rounded 
profile of students at all levels. As a result of this policy, University students are supposed to be assessed using 
continuous assessment procedure. Furthermore, the revised national education & training strategy stated that, 
assessment is the very important part of the higher Education Institutions as it ensures that the quality of 
education is reflected in real and practical skills (MOE, 2010). 
For effective implementation of continuous assessment, manageability of class size, nature of course, 
professional skills of instructors in line with the new approach is important.  Commitment of instructors towards 
continuous assessment, the presence of appropriate working loads and resources seem necessary in the 
implementation of continuous assessment.  
Some scholars argue that, educational quality in Ethiopia is low in that students are not achieving the 
desired standards and that there is a wide dispersion in educational outcomes. A general consensus has emerged 
regarding the country’s need to improve its educational outcomes, that education quality has to increase to boost 
productivity and foster growth and at the same time that the country needs to reduce the education gap between 
top-bottom achievers as a way to reduce income inequality among Ethiopians. These facts along with others had 
initiated the researchers to conduct the research with the intention of improving the implementation of 
continuous assessment and remedial instruction at the University. Therefore, the objective of this study was 
assessing problems and prospects of implementing continuous assessment at Adigrat University. 
 
MATERIALS AND METHODS 
Study Site 
The study was conducted in Tigrai Regional state Northern Ethiopia where the three Universities are located. 
Communities of the region are more engage on agriculture and live in rural areas.  
 
Data collection and analysis   
The data for the analysis were collected from instructors, department heads and college deans.  The target 
population for the study consists of all students at Mekelle and Axum universities. Each college will be 
purposively selected for the study in order to have a representation of all college students’. 500 students were 
randomly selected from both universities. Two-stage random sampling procedure was used for data collection. In 
the first stage, colleges and departments were selected purposively and in the second stage cohorts of students 
defined from the year attended were selected randomly.  
Both primary and secondary data were used in the study.  Primary data were collected through 
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administering a structured questionnaire to students and instructors. Following the data collection, responses 
were coded and entered in SPSS version 20 software for statistical analysis. Qualitative data were analyzed 
through systematically organizing the information whereas the quantitative data were carried out using simple 
statistical methods such as average, percentage, frequency distribution and T-test for Means.  
 
Results and Discussions 
Demographic characteristics of the respondents 
Table 1: Questionnaire collected from each university 
Sample  respondents  Students  Instructors  
Mekelle University  210  50  
Adigrat University  321  99  
Aksum University  150  50 
Total  681  199 
As can be depicted in table 1, we have distributed and collected data from Mekelle University 210 students and 
50 instructors, Aksum University 150 students and 50 instructors and Adigrat University 321 students and 99 
instructors for analysis purpose. 
 
Table 2: Questionnaire collected from each college 
s/n  College  Respondents  Analyzed questionnaire  
1  Engineering &Technology  Students  274  
Instructors  62  
2  Natural and Computational Sciences  Students  204  
Instructors  68  
3  Business and Economics  Students  124  
Instructors  38  
4  Social Science& Humanities  Students  79  
Instructors  31  
Total  Students  681  
Instructors  199  
As can be seen from Table 2, 681 questionnaires were collected from student respondents and 199 instructors 
from the four colleges were collected. And all the collected copies of the questionnaire were analyzed, i.e. no 
questionnaire was rejected.  
 
Instructors’ practice of continuous Assessment (CA) 
In the questionnaire prepared for both instructors and students, an item was included and asked them to indicate 
the number of continuous assessments used by instructor. Their reply is summarized as follows. 
 
Table 3: student’s attitude regarding the amount of CA used by instructors 
S/N Use CA Respondents in % 
1 All 97.58 
2 Some 2.42 
3 None - 
Total 100 
From the above table, it could be said that many of the student respondents (95.19%) believed that all instructors 
used CA as part of their teaching. Similarly, from the instructor respondents 95.19% of the instructors said that 
they used CA as part of their teaching. Therefore, it could safely be concluded that most of the instructors use 
CA as part of their teaching. This finding is in line with MoE’s idea of involving CA as part of each course in the 
teaching learning process (MoE, 2010). 
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Frequency of CA practice 
Both instructors and students explained that instructors used CA as part of their teaching. But it is also important 
to look into the frequency of CA practice. For this purpose, both respondents were asked to state the frequency 
of instructors CA usage and replies are summarized in Table 4. 
 
Table 4: Responses of students and instructors on frequency of CA practice 
S/N Frequency of CA Use Respondents Respondents in % 
1 Very frequently Students  30.17 
Instructors 31.85 
2 Frequently Students  62.12 
Instructors 59.76 
3 Some times Students  7.71 
Instructors 10.07 
4 Seldom Students  - 
Instructors - 
5 Never Students  - 
Instructors - 
6 Don’t respond  Students  - 
Instructors - 
Total Students  100 
Instructors 100 
Table 4 reveals that from the 99 instructor respondents, (10.07%) said ‘sometimes’, (59.76%) ‘Frequently’ and 
the remaining (31.85%) ‘Very frequently’ to the item which let instructors rely about the rate of their usage of 
CA. in addition, the table shows us that no instructor replied ‘seldom’, and ‘Never’ to the item. 
We can also understand from the table that most of the students and instructors believed that instructors 
were using CA Frequently. The very positive thing depicted in the above table is that a significant number of 
instructors used CA Very frequently. 
As explained earlier, CA is an ongoing process of information collection (Nitko, 1990; and AED, 2010). 
It is therefore, possible to deduce form the findings of the present study that the CA implemented in the 
university is an ongoing process of collecting information. 
 
Reports of instructors on the type of assessment used  
To examine the reports of the instructors, it would be good to look at the types of assessment relation to the 
number of courses they offered in the semester. 
 
Table 4: Responses of instructors on types of assessment  
Type of asse. # of 
courses 
# of asse. #of courses Asse. Is 
used 
Total 
marks 
%of asse 
used 
#of asse. 
course 
Marks 
for each 
Graded Quiz 1 10 8 48 72.72 1.25 4.8 
 2 25 11 134 68.75 2.27 5.36 
 3 12 3 60 14.29 4 5 
Graded Tests 1 15 11 247 100 1.36 16.47 
 2 21 13 285 81.25 1.62 13.57 
 3 25 17 385 80.95 1.47 15.4 
Group 
assignment 
1 6 6 27.5 54.55 1 4.58 
 2 17 13 180 81.25 1.31 10.59 
 3 16 14 310 66.67 1.14 19.38 
Individual 
assignment 
1 7 7 21 63.64 1 3 
 2 - - - - - - 
 3 7 7 70 33.33 1 10 
Ungraded tests 1 11 4 - 36.36 2.75 - 
 2 7 4 - 25 1.75 - 
 3 2 2 - 9.25 1 - 
Ungraded assn 1 - - - - - - 
 2 - - - - - - 
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 3 - - - - - - 
Oral present. 1 4 4 15 36.36 1 3.75 
 2 5 4 14.5 25 1.25 2.9 
 3 3 3 25 14.29 1 8.33 
Project work  1 - - - - - - 
 2 5 5 107 31.25 1 21.4 
 3 - - - - - - 
Others* 1 - - - - - - 
 2 3 3 25 18.75 1 8.33 
 3 2 2 10 9.25 1 5 
As can be seen from Table 5, instructors who offer a course in the semester assign 247 marks and 48 marks for 
graded tests and graded quizzes, respectively. These instructors didn’t assign marks for project works and other 
assessment types. The Table also shows us that graded tests were used in 100% of the courses, graded quizzes 
were used in 72,72% of the courses, and un-graded assignments, project works and other assessment types were 
used by no instructor who offered a course. The average marks assigned for a single graded test and graded 
quizzes were 16.47 and 4.8, respectively and no mark was assigned for project works and others. 
The Table also indicates that instructors who offer 2 courses assign 285, 180, 25, 25 and 0 marks for 
graded test, group assignments, oral presentation, others and individual assignments respectively. In addition, 
each graded test and group assignments each were used in 81, 25% of the courses and other assessment 
techniques were used in 18.75% of the courses offered by instructors who taught 2 courses respectively. With 
regard to marks assigned for each assessment 21.4, 13.57, 2.9 and 0 marks were assigned for a single project 
work, graded test, oral presentation and individual assignments, respectively by instructors who offered 2 
courses in the semester. 
Table 5 also indicates the total marks assigned the percentage of assessments used and the marks 
assigned for each assessment type employed by instructors who offered 3 courses. The total marks assigned for 
graded tests, group assignments others and project works were 385, 310, 10 and 0 respectively. Similarly graded 
tests were used in 80.95% of the courses, group assignments in 66.67% and un-graded assignments and project 
works in none of the courses offered by instructors who taught 3 courses in the semester. The marks assigned for 
a single group assignment, graded test, other assessment technique and project work were 19.38, 15.4, 5 and 0 
respectively by instructors who offered 3 courses in the semester. 
From the analysis that follows table 4 and 5, one can say that 
 The majority of the instructors use high percentage of graded tests followed by group assignments and 
graded quizzes; 
 Oral presentation, project works and other assessment techniques are the least used techniques; 
 Small numbers of teachers are using un-graded test, quizzes and assignments; 
 High marks are assigned to tests, quizzes and group assignments; 
 Oral presentations, project works and other assessment techniques receive less marks; 
In general one can conclude that instructor are implementing a variety of techniques and mostly focus on graded 
tests, quizzes, and group assignments. These practices show that instructors are focusing on summative CA 
rather that formative CA. this means that they are using assessment of learning at the expense of assessment for 
learning. 
 
Feedback Provision 
One of the key characteristics of assessment for learning (continuous assessment) is that it provides feedback 
which leads to students recognizing their next steps and how to take them (MoE, HDP Handbook, 2010). Thus in 
assessing the implementation of continuous assessment, it would be critical to look into the feedback provision 
of instructors to students. A question was included in the questionnaire developed for both students and 
instructors which asked them to rate the feedback instructors provided for students after tests, quizzes, 
assignments and presentation. Their reply is presented in the following table. 
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Table 7: Instructors and students’ response on instructors’ provision of feed back 
Type of assessment No. and % of Respondents 
Give feed back 
Total Always sometimes Never Don’t 
respond 
After tests  Students % 38.54 42.17 12.05 7.23 100 
Instructors in % 80.77 15.39 - 3.85 100 
After Quizzes  Students % 26.51 34.94 18.07 20.48 100 
Instructors in % 53.85 23.08 - 23.08 100 
After assignments Students % 28.92 32.53 24.10 14.46 100 
Instructors in % 53.85 11.54 - 34.61 100 
After Presentation Students % 34.94 31.33 18.07 15.66 100 
Instructors in % 50 15.39 - 34.61 100 
Total  Students % 32.23 35.24 18.07 14.45 100 
Instructors in % 47.69 13.08 - 19.23 100 
As can be seen from Table 7, out of the 681 student respondents, (42,17%) said that instructors gave 
feedback after tests ‘sometimes’, (34.92%) replied that instructors gave feedback after quizzes ‘sometimes’, 
(32.53%) replied that instructors give feedback after assignments ‘sometimes’, and the remaining of 
them(34.49%) replied that instructors give them feedback after presentation ‘always’. 
From Table 7, we can say that most students report that the majority of the instructors give feedback 
sometimes although most instructors report that they give feedback always. It can also be said that students 
report that a small number of instructors didn’t give them feedback although none of the instructors said so. In 
addition it can be said that significant number of instructors didn’t reply to items which asked them about 
feedback provision after assignments and presentations (34.61% each). This could be related to the least number 
of assignments and presentations they gave stated earlier. 
Thus, it can be concluded that the majority of the instructors didn’t give feedback always and there 
were instructors who didn’t give feedback at all to students. This tells us that students are not getting the benefits 
of feedback mentioned by MoE at the beginning of this sub-topic. 
 
Students’ knowledge and attitudes about continuous assessment  
Student respondents were asked to state whether continuous assessment was helpful for students in higher 
education institutions. Out of the 681 respondents, (86.31%) replied ‘Yes’ it is helpful and (13.69%) ‘No’ it is 
not helpful for university students.  
From the above analysis, it can be said that the majority of the students have good knowledge on the 
advantage of CA which is consistent with the advantages mentioned by different scholars (Alausa, 1999; 
Ellington and Earl, 1997; and others). However some of the advantages mentioned by students could be a 
disadvantage particularly in cases where instructors improperly implement CA. for example, students reported 
that CA will create close relationship between students and instructors. Whereas Ellington and Earl argued that 
“continuous assessment can, if not properly managed, adversely affect the relationship between students and 
their tutors” (1997:3). 
With regard to the acceptance of the application of CA in HEIs, out of the 681 students respondents, 
(71.08%) replied ‘Yes’ (22.89%) ‘No’ and the remaining respondents (6.02%) didn’t reply for the item, ‘Do you 
favor the implementation of CA in HEIs?’ 
Furthermore, out of those students who think CA is helpful, 79.71% favor the application of CA, 
15.94% didn’t favor the application of CA and the remaining 4.35% didn’t respond to the item. Again out of the 
students respondents who replied CA is not helpful for students, (54.14%) didn’t favor the application of CA , 
(28,57%) favor the application of CA and (14.29%) didn’t respond to the item neither in favor nor against 
application of CA. 
 
Instructors’ knowledge and attitudes about continuous assessment 
In the questionnaire prepared for instructors, an item was developed to ask instructors to state whether CA was 
helpful for students in HEIs. Out of the 199 respondents, (94.64.%) replied ‘Yes’ and (5.26%) ‘No’. With regard 
to the acceptance of application of CA, of the instructors (87%) replied ‘Yes’, (13%) ‘No’ .In addition, all of the 
instructors who didn’t think CA was helpful for students didn’t favor the implementation of CA and those who 
though CA was helpful for students favored the implementation of CA. 
All in all it could be argued that most instructors and students had good knowledge of and positive 
attitude towards CA implementation in institution of Higher education. It could also be argued that a significant 
number of students and instructors had knowledge of and negative attitude towards CA implementation in 
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institutions of Higher education. Particularly instructors’ poor knowledge and attitude about CA is of a great 
concern. Alausa (1999) emphasized that instructors are the main implementers of CA programs; thus, they need 
to have enough knowledge and positive attitude about CA. 
 
Controlling mechanisms in CA implementation 
The role of controlling the effective implementation of CA and feedback provision of instructors is shouldered 
by Deans and Department heads. Thus there is a need to ask the Deans and Department heads about the 
mechanisms that they use to check the implementation of CA and feedback provision of instructors. Two items 
in the interview guideline focus on these issues and the replies of the Deans and Department heads are 
summarized and presented as follows: 
It is believed that it is the role of  Deans and Department heads to check the implementation of CA, in 
the interview guideline and item was included which asked respondents to mention the mechanisms they use to 
check instructors’ implementation of CA. Their replies are summarized and presented as follows. The 
mechanism that the Deans used was requesting instructors to submit CA mark list to the center. Similarly, the 
department heads mechanisms of checking CA implementation was collecting feedback from students- some 
from all students and some from student representatives. Formal and informal discussions with both students and 
instructors had been used by department heads as a mechanism.  
 
Opportunities of Implementing CA 
Respondents to both the questionnaires and the interview were given a chance to list the opportunities they have 
in implementing CA in the university. In addition Deans and department heads were asked to state the 
opportunities they have in implementing CA. Their replies are summarized and presented as follows: 
  Well established government policies 
 Young Instructors who can work if given a lot of trainings. 
 Great demand of CA in the University 
 
Challenges in implementing CA effectively  
Respondents to both the questionnaires and the interview were given a chance to list the challenges they faced in 
implementing CA in the university. In addition exam center coordinators and department heads were asked to 
state the measures they used to alleviate or at least minimize the challenges they faced. Their replies are 
summarized and presented as follows: 
 
Challenges mentioned by students 
 Instructors don’t announce the exact time of quizzes and tests 
 Little attention is given for assignments by students and instructors 
 Some instructors show CA results after exams 
 Some students are not ready to take CA 
 There is no way to control instructors 
 Instructors give quizzes and tests after two or more chapters at a time 
 Instructors belief that quizzes are always sudden 
 Problem of understanding between instructors and students about CA 
 Some instructors evaluate students by their  feelings without evaluating students knowledge and skills 
 Instructors give short time to complete home –take assignments which inhibit students chance to dig-out 
different materials 
 
Challenges mentioned by instructors 
 Cheating in exams, coping in home – take assignments 
 Large class size (up to 80-120 students in a class) 
 Shortage of time particularly to follow up every individual students progress and give feedback accordingly 
 Course over load (Teaching different courses in a semester) 
 Uncomfortable classroom like unmovable desks 
 Students refuse taking CA (students failure to prepare themselves for CA) 
 Lack of teachers pedagogical knowledge 
 
Challenges mentioned by Deans and department heads 
 Poor communication between department heads and the exam center  
 There are no documentation and formal reporting systems 
 Poor awareness about CA on the side of both students, instructors and exam center staff 
 Most teachers use tests and quizzes as the only techniques 
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 Poor communication between department heads and Instructors  
 The large number of students and the very few in the center makes coordinators busy and this in turn creates 
boredom on the side of workers on the center 
 
Conclusion and Recommendation 
In general, it can be concluded that the overall implementation of CA in the university was good.  
Moreover, this study was proved that remedial instructions were effective and beneficial to low academic 
achievers. Students made substantial gains in building their confidence and they also self-perceived 
improvement in their overall competence. The pre and post remedial programs were met student needs and 
learning level. The student networking program (peer learning) was effective in terms of assisting weak students’ 
had gotten a chance to discuss their academic problems and other issues. With regard to students' learning 
motivation, the results revealed that weak students’ motivation was moderately enhanced after taking remedial 
courses. Based on the results, we can conclude that remedial instruction combined with continuous assessment, 
providing consultation hours, tutor programs and having exam banks works effectively to improve low-
achieving students’ academic performance. A well-designed continuous assessment and remedial program with 
teachers’ encouragement and supportive attitude may help students elevate their academic performance to 
survive in a university learning environment and be prepared for the upcoming social challenges after they 
complete their education. 
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